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This paper is based on a reflective journal that the author kept as part of a series of professional 
development tasks during his first year teaching in the Center for English Discussion Class (EDC) 
at Rikkyo University. The purpose of this teaching journal was to monitor and reflect on the types 
and effectiveness of the author’s feedback within the EDC lessons, as well as how he was 
promoting accountability within his students to become more autonomous inside and outside of 
the classroom. Through these reflections, the author analyzes the benefits of utilizing a variety of 
strategies for feedback and for holding students responsible for their progress in class. He 
concludes by considering topics for future related research. 
 
INTRODUCTION 
As a first-year instructor in the Center for English Discussion Class (EDC) at Rikkyo University, 
I was tasked with keeping a reflective teaching journal during the second semester as part of my 
ongoing professional development. This task was an intriguing one as I had not kept such a journal 
since I was a graduate school student, but the benefits of keeping one were not lost on me. Of the 
several purposes that Farrell (2007) suggests teachers keep a journal for, those that resonated most 
with me were becoming more aware of my own teaching style, monitoring my own practices, and 
thinking more about questions and issues that occur during the lesson and journaling process itself. 
Much like the way a video recording of a lesson primarily allows a teacher to reflect on how the 
lesson and instruction appeared, journaling primarily allows a teacher to reflect on how the lesson 
and instruction felt. While both may share elements of the other, it is through writing out one’s 
thoughts that a snapshot may be taken of the thought-process that occurred both during and 
following a lesson. 
 When considering different types of reflection, Murphy (2014) describes three distinct 
dimensions: reflection-in-action, reflection-on-action, and reflection-for-action. Reflection-in-
action is the decision-making process that teachers continually go through in the moment of the 
lesson, reflection-on-action is looking back on and reconsidering the actions and impact of the 
lesson, and reflection-for-action utilizes what was gained from the two previous dimensions to 
proactively and practically prepare for future lessons by considering what and how to change. 
Keeping a reflective journal naturally fits within the dimension of reflection-on-action, but by 
doing so, I found that I automatically began to brainstorm ways to improve points in the lessons 
that I felt were lacking in some way, specifically when I noticed student behavior that was 
unexpected. Journaling lends itself naturally to reflection-for-action, and by taking notes on my 
lesson plan, teacher/student interactions, and student behavior, I was able to think deeply about 
and address apparent areas of potential improvement in my EDC classes. 
 Two such areas of improvement stood out to me as I informally observed my different 
classes during the first few weeks of the fall semester: the feedback that I gave students following 
practice and discussion sessions, and student accountability in preparing for and performing 
during the lessons. Giving feedback is an essential part of every EDC lesson, as outlined in 
Hurling’s (2012) introduction to EDC. Every regular lesson plan necessarily includes two 
discussions, ten and sixteen minutes long respectively, after which teachers must present feedback 
that addresses students’ usage of the target language. This feedback is not limited to the discussions, 
however, and can extend to speaking fluency activities, target language practice, and discussion 
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preparation activities. 
 Feedback is arguably one of the most crucial elements of an EDC lesson that teachers have 
direct control over, as the general lesson plan remains unchanged in the unified EDC curriculum. 
According to Shute (2007), “…good feedback can significantly improve learning processes and 
outcomes, if delivered correctly” (p. 2). The problem for me, however, was that I was not confident 
that the feedback I delivered to my students was being done “correctly.” Although some of my 
classes responded well to my feedback during lessons, others, the lower levels in particular, did 
not seem to incorporate my feedback into subsequent discussions. Thus, I decided to investigate 
this aspect of my lessons. 
 Student accountability was the next area of my lessons that I decided to focus on. I noticed 
two aspects of accountability in particular: many students were not attempting to recall and 
incorporate the target language into their discussions every week, and it was apparent that several 
students were not preparing for class by reading their assigned homework reading article. While I 
admit that part of the reason for students not incorporating the target language could be due to 
some failure in giving efficient feedback on my part as the teacher, the larger issue was in how 
students rely on referring to the textbook during discussions to remember target language phrases, 
as well as using their L1 of Japanese as a crutch when attempts at communication became 
uncomfortable or difficult. By not taking responsibility for these two points, lesson activities, 
discussions, and achieving lesson goals were negatively impacted, so I decided to investigate this 
further. 
 After informally observing my classes, I decided to focus on one class in particular for the 
purposes of my journal. While most of my classes included students and situations that addressed 
my two foci, there was one that exhibited the most potential for improvement: a Level III class 
(280-479 combined TOEIC score) with great attendance and a positive degree of comradery, yet 
occasionally depended on Japanese, were inconsistent with target language use, and had 
progressively diminishing scores on their weekly homework reading quizzes. 
 
DISCUSSION 
The strategy for feedback that I used during the first five lessons of semester two was to identify 
the top two or three positive and/or negative points from the students’ discussions, and share them 
with examples when applicable. For my more motivated students, my feedback stuck and they 
applied it to the subsequent discussions. However, I noticed that other students would either zone 
out and stop paying attention during my feedback, or they would not incorporate it in future 
discussions. After I started taking notes and journaling about what kind of feedback I gave each 
day, I began to notice some disadvantages to my approach which could explain this behavior.  
 One such disadvantage involved being inconsistent in how often I gave examples. When 
taking notes during discussions, I tally how often and what kind of target language students are 
using for assessment purposes, while simultaneously attempting to take detailed notes about 
student-generated content to use for feedback purposes. It is this second type that I found I 
occasionally neglected to transcribe, as my focus was on tallying for assessment which can often 
fully occupy my focus when listening to the eight students rapidly exchanging ideas. The 
consequence of these instances was generally empty feedback that, while addressing valid points 
of praise and concern, failed to connect with students by explaining how they could improve. As 
Shute (2007) explains, “…feedback is significantly more effective when it provides details of how 
to improve the answer, rather than when it just indicates whether the student’s work is correct or 
not” (p. 7). 
 Another disadvantage of my feedback approach was in the usage, or indeed non-usage, of 
the whiteboard when presenting feedback. Due to prioritizing accurate target language assessment 
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over preparing the feedback presentation, I took assessment notes up until the very end of the 
discussions, proceeding then to offer my feedback purely verbally. Sometimes I jotted down good 
and bad points of each discussion with symbols and abbreviations, but rarely did I write out actual 
examples, or even goals, for them to consider. I now believe that my feedback was consistently 
unclear without a point on the board to focus their attention on. I began to notice, especially once 
the target language became more complicated, that students weren’t absorbing my feedback as 
much as I thought. Even if I only gave two points of verbal feedback, it was difficult for some 
students to understand what exactly I was telling them without some visual cue or reminder. 
Regarding feedback complexity, Shute (2007) says that “…if feedback is too long or too 
complicated, many learners will simply not pay attention to it, rendering it useless” (p. 9). After 
reflecting on how feedback was given in my class, I began to make some changes. 
 From lesson six, I started to adjust how I took notes during discussions, which helped me 
record and utilize student examples. In addition to tallying instances of target language usage, I 
began writing quick notes above each tally, indicating the context of how it was used that I could 
refer to in my feedback. However, in lesson seven I noticed that I now had too many notes to be 
able to quickly refer to for relevant examples in feedback, so I began jotting down a star next to 
the best examples. For example, most students used the lesson seven target language to be able to 
ask about and discuss different points of view in the first discussion, but not everyone was clearly 
repeating the point of view when giving their own thoughts. After explaining that they should 
repeat the point of view, I quickly referred to an interesting exchange between two students 
discussing how pop-up internet ads may not be useful from the perspective of old people who do 
not use a lot of technology. Although I did not refer to them by name, the students who participated 
in the exchange reacted positively, perhaps because their positive performance was recognized 
and praised. As I continued to use and improve this kind of note-taking during discussions, I found 
myself referring to student examples more frequently, and the students seemed to connect to my 
feedback more as well. 
 Through using examples, I also began to realize that students were becoming more aware 
of how and what I listened to during their discussions. One thing that I had noticed in the previous 
few lessons was that students sometimes didn’t understand some key vocabulary from the 
homework reading, and that the overall weekly homework reading quiz scores were diminishing: 
signs that not all of my students were doing the required reading homework. It was during lesson 
seven that I began to integrate ways to hold students accountable for preparing for our weekly 
lessons. I started by incorporating a question into their warm-up activity that would perhaps shock 
them into action. 
 At the beginning of every lesson, students warm up by participating in what we call the 
“3/2/1 Fluency” activity, based on Nation’s (2009) “4/3/2” fluency activity. Students begin by 
speaking about a topic for three minutes without stopping or pausing. After the first round, they 
change partners and repeat the same spoken content, speaking faster to repeat as much as they can 
within two minutes, and then one minute, after which their partner begins. The question topics are 
always related to the topic of the lesson. For lesson seven, the topic was “The Influence of the 
Media,” and my original questions were going to be: 
 
1. Which advertisements do you like or dislike? Why? 
2. What are the advantages and disadvantages of using social media? 
 
From this lesson, however, I decided to use a question that other teachers in the EDC often use to 
promote student accountability, which is: 
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“In your homework reading, what was interesting or surprising for you?” 
 
The question is designed to be simple to answer, but only if you actually do the homework before 
class. When I first introduced it in lesson seven, most of my students could not answer it. I knew 
that at least one student had not read the homework article, but I imagine that some of the other 
students had not thought deeply about the ideas from the text and only read it to harvest some 
answers for the multiple-choice quiz. Most students skipped the question, and after the Fluency 
activity I addressed why it may have been a difficult question, but that it would be returning every 
week from then on. From the following lesson, students were much more prepared to answer the 
question, and I noticed that more students were reading the homework article for ideas before 
class. I am not sure if this was the most efficient way to promote student accountability, but it was 
certainly a start. 
 From lesson eight, I began focusing on writing feedback points on the board. Lesson eight 
was a review lesson to prepare for a discussion test the following week, so I considered what kind 
of points would be most beneficial for my students. Following the first discussion in which half 
of the class did not use all of the target language functions without peeking in the textbook for 
hints, I wrote a single point of feedback on the board:  
 
“If you looked in the textbook because you forgot a Function phrase, you need to study more.” 
 
Not only did the students not peek in the textbook during the following discussion, but their target 
language usage increased, despite my not mentioning which phrases they needed to focus on. I 
began to realize the importance of having easy-to-understand and applicable feedback, and writing 
even a single point on the board was enough to focus students’ attention. This also had the added 
benefit of reinforcing accountability within my students, who were getting a better idea of what I 
observed them doing. 
 In the following weeks, I began to write two to three points on the board for every 
discussion that either directed students toward a particular goal, or addressed a general point 
related to the use of the target language. In lesson nine, while I was writing the goals for the 
practice discussion which took place before the second discussion test, I noticed that a few students 
were using more Japanese than usual to share ideas during the preparation activity, but tried to do 
so secretly by whispering the words. I added “3) No Japanese!” to my list of goals, mostly to 
remind them that using Japanese in discussion, but especially during tests, results in a loss of 
points. While I often told individual students not to communicate in Japanese, I never wrote it on 
the board, and certainly not as a discussion goal. When it came time to review the goals for the 
discussion before beginning, the students who used Japanese noticed my addition on the board, 
and laughed. Subsequently, no Japanese was used during the discussion. I found that writing goals 
on the board that connected my spoken feedback to the following activity helped students recall 
and improve their target language and communication skills in discussions, so I continued doing 
so for the rest of the semester with mostly positive results. 
 While writing feedback points and goals helped students focus on the highlights of my 
notes and overall observations, I wanted to try a new type of feedback during lesson thirteen. 
Despite lesson thirteen being the last discussion test day, it came after the winter holidays which 
lasted for a few weeks. I knew from a quick initial review that my students had forgotten much of 
the target language and communication skills from not practicing for such a long time, so I decided 
to give them real-time feedback during their two preparation activities before the practice 
discussion. I wrote the target function titles on the whiteboard with no other hints as to how to use 
them, but left space underneath them for my notes. As students shared ideas, I drew tally marks 
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with examples on the board under each of our six target language points. When students finished 
the first round of practice, I directed their attention to exactly how many of which target language 
points were used, and what the examples were. They instantly saw how often and how they did or 
did not ask questions, give ideas, and use communication skills. Two of the more difficult 
functions, asking for comparisons and information sources, were not used at all, which was very 
easy to see from the board work. After directing their attention to this and giving them all another 
opportunity to practice, I repeated the feedback exercise. During this second attempt, not only 
were the two missing target language points used, but the other points were used more as well. 
 I found that this exercise simultaneously gave students accurate and applicable feedback, 
and also highlighted how they are being observed and held accountable for practicing the target 
language from this class. It was not until these later lessons in the semester that I began to actively 
draw attention to their accountability within the classroom. From lesson twelve I started asking 
pairs and groups for any examples of target language usage from their discussions that they 
remembered, and I also began using self-check sheets for students to use as a form of self-
reflection. I found that offering a variety of feedback was quite beneficial in getting students to 
realize what they actually were or were not doing during discussions, and I am hoping that it also 
helped instill a sense of proactivity when it comes to them studying and reviewing what we 
practice in class. 
 
CONCLUSION 
Through keeping this reflective journal and looking back on the changes I made to how I give 
feedback and approach student accountability, I can see the many advantages to incorporating new 
ideas into my lessons. While I may not necessarily keep a formal journal next semester, I see the 
value in taking detailed notes, and using them for some reflection-on-action and, more importantly, 
for reflection-for-action. I did not experience as much improvement in my own feedback this 
semester as I had hoped, and I am always looking for ways to support student autonomy and 
accountability, so I will continue to reflect on my experiences in the classroom at Rikkyo 
University and beyond. 
 Some topics that I hope to continue pursuing in the future are how to incorporate more self- 
and peer-assessment as feedback, how to give fewer, more potent feedback points, and how to link 
feedback between lessons. But regardless of the degree to which I improve the quality of my 
feedback, I feel that it is important to help students understand, and indeed want to invest in, their 
own agency regarding how successful they are in their classes. I believe developing these areas of 
my lessons will help students continually reflect on their own performance, and will ultimately be 
a step toward my goals as their teacher. Nevertheless, this semester and the experiences through 
reflective journaling that came with it have helped cap off a fascinating first year in the EDC, and 
I look forward to what the next will bring. 
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